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Abstract

This research investigates how gendered reflexivity functions as a conceptual tool for teacher educators
to deconstruct their intellectual configurations regarding gender. We draw on the phenomenological
approach, and Bourdieu’s reflexive sociology, and field theory to analyse teacher educators’ gendered
experiences in the field. To conduct this analysis, we had focus group discussions with teacher
educators inviting them to engage in a self-reflexive process on their practices and experiences within
the context of dominant gender relations in the field. Through focus group discussions, we tried to
understand how teacher educators make sense of their experiences of gender issues and how the
practices that constitute these experiences are sustained by the relations in the field. The moments
when differentiated understandings of practices and experiences emerged in these discussions let us
see a potential that could lead the agents to rethink their practices. Gendered reflexivity, which can be
regarded as agents’ awareness of their practices and discourses concerning gender and as a continuous
and conscious questioning of what mediates these practices and discourses, can serve as a conceptual
tool to deconstruct and transform teacher educators’ existing gendered intellectual configurations.
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Oz

Bu aragtirma, cinsiyet yiiklii diistinimselligin, 6gretmen egitimcilerinin toplumsal cinsiyete iliskin
distinsel kurulumlarini yapisokiime ugratmalari i¢in kavramsal bir arag olarak nasil islev gordiigiinii
aragtirmaktadir. Ogretmen egitimcilerinin alandaki toplumsal cinsiyete iliskin deneyimlerini analiz
etmekicin fenomenolojik yaklasimdan, Bourdieu'niin diistiniimsel sosyolojisinden ve alan kuramindan
yararlandik. Bunun i¢in 6gretmen egitimcileriyle, onlar1 alandaki egemen toplumsal cinsiyet iliskileri
baglaminda pratikleri ve deneyimleri tizerine 6zdiistiniimsel bir siirece katilmaya davet eden odak
grup goriismeleri gergeklestirdik. Odak grup goriigmeleri araciligiyla, 6gretmen egitimcilerinin
toplumsal cinsiyete iliskin deneyimlerini tartigmaya acarak bu deneyimleri nasil anlamlandirdiklarini
ve bu deneyimleri olusturan pratiklerin alandaki iligkiler tarafindan nasil siirdiiriildiigiinii anlamaya
calistik. Bu goriismelerde, pratiklere ve deneyimlere iliskin farklilasan anlayislarin ortaya ¢iktig: anlar,
failleri kendi pratikleri tizerine tekrar diisiinmeye yonlendirecek bir potansiyeli gormemizi sagladi.
Faillerin toplumsal cinsiyete iliskin kendi pratik ve séylemlerinin farkinda olmalar1 ve bu pratik ve
séylemlere neyin aracilik ettigine dair siirekli ve bilingli bir sorgulama olarak goriilebilecek cinsiyet
yukli digiintimsellik, 6gretmen egitimcilerinin diigiinsel kurulumlarini yapisokiime ugratmak ve
donigtiirmek i¢in kavramsal bir arag olarak hizmet edebilir.

Anahtar Kelimeler: Alan kurami, cinsiyet ytkli diisiniimsellik, fenomenoloji, 6gretmen egitimi,
6gretmen egitimcileri.

Genis Ozet

Giris

Egitim siireclerinin cinsiyetlendirilmis dogasy; pratikleri, sdylemleri, beklentileri, tutumlar:
ve inanglar1 yoluyla 6grencilerin toplumsal cinsiyeti nasil anladiklar1 ve yorumladiklar: (Younger
ve Warrington, 2008) ve okullardaki hakim toplumsal cinsiyet rejimlerine nasil karsilik verildigi
(Cushman, 2012) tzerinde etkisi olan énemli aktorler olarak 6gretmenleri isaret etmektedir. Bu
durum, toplumsal cinsiyet ¢alismalarinin 6gretmen egitimi politika ve programlarinin temel bir
bileseni olarak kabul edilmesinin 6énemini vurgulamaktadir. Bununla birlikte, 6gretmen egitimi
baglamindaki toplumsal cinsiyete iliskin konular okul baglamidakilerden daha az ilgi gormektedir.
Yaklasik 30 yil 6nce Coffey ve Acker (1991), Birlesik Krallik'ta 6gretmen egitiminde toplumsal
cinsiyetin marjinal bir konumda oldugunu belirtmistir. Takip eden yirmi yil iginde arastirmacilar,
toplumsal cinsiyetin Birlesik Krallikta 6gretmen egitiminde arka planda kalmaya devam ettigine
dikkat ¢cekmistir (Coffey ve Delamont, 2000; Younger ve Warrington, 2008; Skelton, 2009; Cushman,
2012). Benzer bigimde Menzies ve Santoro (2018), Iskogyada toplumsal cinsiyetin §gretmen egitimi
tizerindeki etkisinin hem politika hem de uygulama diizeyinde ¢ok az oldugunu belirtmistir.
Lahelmanin (2011) ¢aligmasi, Finlandiya Ogretmen egitimindeki duruma odaklanmakta ve
egitimde toplumsal cinsiyet aragtirmalarinin sonuglarinin 6gretmen egitimine yansitilmadigin
savunmaktadir. Isve¢'te de toplumsal cinsiyet, iilkedeki diger yasam alanlarinda éncelikli bir konu
olmasina karsin 6gretmen egitimi alaninda 6n planda goriinmemektedir (Weiner, 2000; Malmgren
ve Weiner, 2001).
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Tiirkiyede de 6gretmen egitiminde toplumsal cinsiyet benzer bi¢cimde konumlanmistir. 2017-
2023 Ogretmen Strateji Belgesi, toplumsal cinsiyeti bir eylem maddesi olarak ele almamugtir (Milli
Egitim Bakanligi [MEB], 2017a). Ogretmenlik Meslegi Genel Yeterlikleri, ogretim siireclerini
cocuklarin bireysel farkliliklar1 ve sosyokiiltiirel 6zellikleriyle iligkilendirmeyi bir yeterlik olarak
icerirken toplumsal cinsiyete dogrudan atifta bulunmamaktadir (MEB, 2017b). 2019-2023 MEB
Stratejik Plani, kiz ¢ocuklarinin ortadgretime katilimlarinin arttirilmasini ve devamsizlik ile siif
tekrarlarinin azaltilmasini hedeflemekte, ancak 6gretmen egitiminde toplumsal cinsiyet konularina
yer vermemektedir (MEB, 2019). Dolayisiyla, 6gretmen egitiminde toplumsal cinsiyet konularinin
ilgili politika ve stratejilerde ya hi¢ yer almadigini ya da sosyokiiltiirel arka plan gibi genel kavramlar
kapsaminda ele alindigini gériiyoruz.

Ogretmen egitimi politikalarinda toplumsal cinsiyetin gériinmezligi, hizmet éncesi 6gretmen
egitimi programlarinda biitiinlesik bir toplumsal cinsiyet boyutunun eksikligine yol agmaktadir. Esen
(2013) 6gretmen egitimi programlarinda bash basina toplumsal cinsiyet konusunu ele alan herhangi
bir ders bulunmadigini, toplumsal cinsiyet konularinin diger derslerin kapsamina dahil edildigini
ya da genellikle konuya ilgi duyan 6grencilerin katildig1 se¢meli dersler kapsaminda ele alindigin:
belirtmektedir. Ogretmen egitimi programlari, 6gretmenlerin toplumsal cinsiyete iliskin gerekli
anlayis ve bilgiye sahip olmasini saglamak agisindan 6nemlidir. Béylece 6gretmenler okullardaki
toplumsal cinsiyet kalip yargilarini ve esitsizlikleri onaylamak ve stirdiirmek yerine bunlara karsi
koymaya hazirlanabilir (Skelton, 2007; Younger, 2007; Skelton, 2009).

Ogretmen egitiminde toplumsal cinsiyetin dikkat cekmeyen gériiniimii, gretmen egitimcileri
ve 6gretmen egitimi alani i¢in ne anlama gelmektedir? Weiner (2000), 6gretmen egitiminde feminist
soylemin eksikliginin, 6gretmen egitimcilerini alandaki toplumsal cinsiyet rejimlerine kars: koymak
i¢in kullanabilecekleri feminizme iliskin kuramsal ya da pratik kavrayiglardan mahrum biraktigini
ileri stirmektedir. Bunun yaninda, Povey’in de savundugu gibi, “hizmet 6ncesi 6gretmen egitimi,
toplumsal cinsiyete iliskin baskin sdylemlere direnmek, harekete ge¢me kapasitesini korumak
ve kendimizi degisimin aracilari olarak gormeyi siirdiirmek amaciyla meslege yeni baslayan
ogretmenlerle birlikte ¢alismanin olanakli oldugu bir alan olmaya devam etmektedir” (2000, s.
229). Dolayisiyla bu arastirma, cinsiyet yiikli diigiiniimselligin, 6gretmen egitimcilerinin toplumsal
cinsiyete iligkin diigtinsel kurulumlarini yapisdkiime ugratmak icin entelektiiel bir ara¢ olarak hizmet
edip edemeyecegini gormeye yonelik bir cabadir.

Aragtirmamizi Bourdieuwniin disiiniimsel sosyolojisi ile alan ve habitus kavramlarina
dayandirarak, 6gretmen egitiminde toplumsal cinsiyete iliskin yerlesik yapilarin ve kalip yargilarin
derinlemesine bir analizini ger¢eklestiriyoruz. Bu analizin Tiirkiye baglaminda egemen toplumsal
cinsiyet tartismalarini genisletme potansiyeline sahip sosyolojik bir mercek saglayabilecegine
inaniyoruz.

Konumlar arasindaki nesnel iligkiler ag1 olarak tanimlanabilecek alani, farkli bilesenlerden ya
da parcalardan olusan bir yapidan ¢ok mantigi, kurallari, normlar: ve diizenlemeleri olan giigler
alani olarak ele almak esastir. Alan tizerinden diigiinmek, iligkiler hakkinda diigiinmeyi gerektirir
(Bourdieu & Wacquant, 1992). Bireyler sosyal diinyada ¢esitli sosyal alanlara girerler ve ortak ¢ikarlar
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ile hedefler temelinde hareket eden bir grup birey kendilerini ortak bir sosyal alanda konumlandirir.
Bourdieu bunu cesitli sosyal alanlardan olusan bir iktidar alani olarak tanimlar (Thomson, 2008).
Dolayisiyla, akademiyi de iktidar alaninin yapisini yansitan bir alan olarak gormek kaginilmazdir.
Toplumsal ve kiiltiirel hiyerarsilerin karsit ilkeleri bu alanin oérgiitlenmesinde etkilidir (Bourdieu,
1988). Sosyal alanlar ve iktidar alan1 arasindaki karsilikli etkilesimin bir sonucu olarak, iktidar

alaninda yasananlar bir sosyal alani etkilerken bunun tersi de miimkiindiir (Thomson, 2008).

Distintimsellik, konumlar ve egilimler ile habitus ve alan arasindaki dongiisel nedenselligin
stirekli ve bilingli bir sekilde sorgulanmasi (Bourdieu, 1988) ve dolayisiyla ortaya ¢ikan pratiklerin
sorgulanmasi olarak goriilebilir. Bunu yapabilmek igin ..dustiniilebilir olan1 sinirlayan ve diistinceyi
onceden belirleyen diisiiniilmemis diigiince kategorilerinin sistematik olarak kesfedilmesini’ gerekir
(Bourdieu & Wacquant, 1992, s. 40). Bourdieu’ye gore, ‘diisiiniimselligi gelistirerek, [sosyolojinin
sosyolojisi] insanlara bir gey soylediklerinde ya da diisiindiiklerinde, nedenlerin yani sira gerekgeler
tarafindan da hareket ettirilebileceklerinin her zaman farkinda olmay1 6gretebilir’ (Bourdieu &
Wacquant 1992, s. 181-82). Boyle bir farkindaligin, alandaki tiim aktérler tarafindan gergeklestirilmesi
kosuluyla etki yaratmasi beklenebilir (Bourdieu, 2004). Kolektif bir uygulama olarak disiiniimsellik
bu agidan daha anlaml gorilmektedir (Schirato & Webb, 2003). Bireysel anlamda 6zdiisiiniimsel bir
pratik gelistirmek yeterli degildir, zira tiim failler ortak bir kolektif bilin¢le donatildig: siirece alana

gomiilii olanlarin donistiirilmesi yoluyla belirli yapi ve egilimlerin yeniden iiretilmesi engellenebilir.

Aragtirmada diiginimselligi kullanma nedenimiz, 6gretmen egitimi alaninda toplumsal
cinsiyete iliskin yerlesik yap:1 ve egilimlerin yapisokiimiine iliskin degerli i¢goriiler saglayabilecek
bir bakis agis1 saglama potansiyelidir. Bourdieuw'niin sosyal diinyayr anlamaya yonelik iliskisel
yaklasimi, olay ve olgulara iligskin belirlenimci bakis a¢isin1 kirmamizi saglar ve kendimizi bu olay
ve olgulara iligkin yanilsamalarimizdan kurtarmamiza yardimei olur. Aktorlerin toplumsal cinsiyete
iliskin kendi pratik ve sdylemlerinin farkinda olmalar1 ve bunlara aracilik eden seyi siirekli ve bilingli
bir bicimde sorgulamalar1 olarak goriilebilecek olan toplumsal cinsiyete dayali diisiintimsellik,
Ogretmen egitimcilerinin var olan toplumsal cinsiyete dayali entelektiiel yapilandirmalarim
yapisokiime ugratmak ve doniistiirmek i¢in kavramsal bir arag olarak hizmet edebilir. ‘Bu nedenle
ancak belirli alanlar iginde ve arasinda faaliyet gosteren sosyal giiclerin ¢atismasi ve geriliminin
kigkirttigi mesafeden ortaya cikabilen’ (McNay, 1999, s. 110) diistiniimsellik, alandaki toplumsal
cinsiyet meseleleriyle ilgili olarak aktorlerin kontrolii icinde ve disinda isleyen mekanizmalar:
gormek ve detaylandirmak i¢in bir temel sunar. Toplumsal cinsiyete dayali diistiniimsellik, 6gretmen
egitimcilerine, toplumsal cinsiyet hakkindaki epistemolojik varsayimlarini etkileyen bilin¢dist
stiregleri incelemelerini ve sorgulamalarini saglayan kavramsal bir ara¢ olarak hizmet edebilir. Bunun
yaninda, 6gretmen egitimcilerinin 6znel egilimleri ile 6gretmen egitimi alaninin nesnel yapilar:
arasindaki iligkinin analizi, alandaki toplumsal cinsiyet rejimlerini yeniden tireten mekanizmalar ve

bu mekanizmalarin nasil déniistiiriilebilecegi tizerine diisiinmek icin alternatif bir yol saglayabilir.
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Yontem

Ogretmen egitimcilerinin 6gretmen egitimi alanindaki cinsiyetlendirilmis deneyimlerini
aragtirmak icin fenomenolojik yaklasimdan (Schutz, 1967; Husserl, 1983; Merleau-Ponty, 2012)
yararlandik. Fenomenolojik mercek araciliiyla, 6gretmen egitimcilerinin 6gretmen egitiminin
kendine 6zgli ortamlarindaki cinsiyetlendirilmis deneyimlerinin 6zlerine odaklanarak onlarin
Ogretim ya da arastirma yapma eylemlerini cinsiyetlendirilmis pratikler olarak algilamalarin,
alanda isleyen toplumsal cinsiyet kalip yargilarinin ve esitsizliklerinin farkinda olmalarin: ve daha
da 6nemlisi kendi toplumsal cinsiyet kalip yargilarinin farkinda olmalarini ve 6gretmen egitiminde
hakim olan toplumsal cinsiyet rejimlerine verdikleri tepkileri detaylandirmamiza yardimei oldu.

Arastirmay1 Tiirkiyede bir devlet tiniversitesinde 21 6gretmen egitimcisi (10 kadin, 11 erkek) ile
gerceklestirdik. Tim 6gretmen egitimcileri arastirmaya katilmaya gonillii olmustur. Katilimeilar, 11
aragtirma gorevlisi, alt1 yardimci dogent ve dort dogentten olugmaktadir. Arastirmay yiiriittigiimiiz
fakiiltedeki yerlesik toplumsal cinsiyet kaliplarin1 daha iyi anlama istegimizi yansitacak bigimde,
fakiiltede on yil ya da daha uzun bir siire boyunca 6gretim eleman: olan 6gretmen egitimcilerine
ulasmaya c¢alistik. Bunun yani sira, baglam anlayisimizi alandaki belirli aragtirma alanlariyla
sinirlamamak i¢in farkli bolimlerden farkli aragtirma alanlarina sahip 6gretim elemanlarina
ulagmaya gayret ettik.

Verileri odak grup tartismalar: yoluyla olusturduk. Alandaki iliskilerin hiyerarsik yapisini goz
onilinde bulundurarak aragtirma gorevlileri ile ayri, yardimecr dogent ve dogentlerle ayr1 gruplar
halinde odak grup goriismeleri gerceklestirdik. Diger katilimcilarin goériigme siirecinde rahat
olabilmelerini engelleyecegini diistindiigiimiiz i¢in profesorleri arastirmaya dahil etmemeyi tercih
ettik. Bu nedenle, 6nce arastirma gorevlileriyle iki ayr1 odak grup gériismesi, ardindan da yardimci
dogent ve dogentlerle iki ayr1 odak grup gortismesi gergeklestirdik.

Bulgular

Aragtirmamizin bulgularini, alan ve habitusun iligkiselligini yansitacak bi¢imde dort baglik
altinda sunduk. Toplumsal cinsiyetin 6gretmen egitimi alanindaki konumu, séylem ve uygulama
diizeyinde birbiriyle celigse de iki yonlidiir. Bunun nedeni, ‘toplumsal cinsiyet’i belirli bir kategori
ya da incelenecek bir konu olarak kullanmak istemeyen ancak buna mecbur birakilan bir grup
akademisyen ile toplumsal cinsiyet ¢alismak isteyen ancak giig iligkileri nedeniyle tartisma alanina
girmesine izin verilmeyen bir bagka grup akademisyenin bulunmasidir. Bagka bir deyisle, 6gretmen
egitimi alaninda toplumsal cinsiyet {izerine arastirma yapmak ya da aragtirma uygulamalarinda
toplumsal cinsiyet duyarliligina sahip olmak, kategorik bir degisken olarak toplumsal cinsiyet
alaninda kalindig1 siirece olduk¢a 6nemli goriinmektedir. Ilerlemek ve toplumsal cinsiyeti bir
kategori olarak degil de bash bagina bir mesele olarak ele almak isteniyorsa, o zaman sistemin i¢ine
gomiili giig iliskilerine uymak gerekir. Bu son argiiman daha fazla aragtirma gerektirmektedir ¢tinki
diger pek ¢ok kavram ya da nosyon gibi toplumsal cinsiyet de artik akademide bir endiistri haline
gelmistir.
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Ogretmen egitiminde toplumsal cinsiyetin otekilestirilmis konumu, égretmen egitimcilerinin
kurum i¢indeki eylem ve sdylemlerine toplumsal cinsiyete diren¢ pratigi araciligryla yansimaktadr.
Ogretmen egitimcilerinin odak grup tartigmalarindaki ifadeleri, onlarin gesitli mesrulastirma
mekanizmalar1 kullanarak toplumsal cinsiyete kars1 bir diren¢ oriintiisii izlediklerini gostermektedir.
Toplumsal cinsiyet meselelerine su ya da bu sekilde mesafe koyma davranisi, toplumsal cinsiyetin
alandaki periferik konumu ile 6gretmen egitimcilerinin habituslarina nasil yansidig: arasindaki
uyuma isaret etmektedir.

Ogretmen egitimcilerinin rol ve sorumluluklarini belirleyen, cinsiyetlendirilmis akademik
¢alismalarin tiretilmesi ve stirdiiriilmesine zemin hazirlayan, alanda basmakalip cinsiyetlendirilmis
rollere ve sorgulanmayan uygulama bicimlerine yol acan doxa yonelimli bir anlayigin var oldugunu
soyleyebiliriz. Sembolik tahakkiimii, akademide kadin olmanin gerekliliklerini belirleyerek ve
normallegtirerek fakiiltedeki eril kiltiirii stirdiiren sosyal siiregler olarak goézlemliyoruz. Alanda
kadin 6gretmen egitimcisi olarak kabul gormek icin bazi gereklilikler ev i¢i roller ve annelikle ilgili
imgeler ¢ercevesinde betimlenmektedir.

Toplumsal cinsiyetin alanda goriinmezligi, toplumsal cinsiyeti 0gretmen egitimcilerinin
giindemine getirecek itici bir giiciin ortaya ¢itkmasini engellemektedir. Ozellikle akademide tarafsizlik
vurgusunun, kadinlari dezavantajli kilan stireclerin {izerini Orterek iligkilerin tarafsiz oldugu
yanilsamasi yaratmasi (Tuncer, 2019, 5.177), alanda toplumsal cinsiyetin goriiniirliigiinii engelleyen
mekanizmalardan biridir. Bu nedenle, 6gretmen egitimcileri toplumsal cinsiyet konularina iliskin
farkindaliklarini, 6rnegin kimin hangi kosullarda toplumsal cinsiyet {izerine arastirma yaptig1 gibi
sinurl bir sdylemle somutlastirabilirler. Oysa, toplumsal cinsiyet farkindalig1 ancak epistemolojik
bir arka plana ve derin bir kuramsal ve sdylemsel repertuara dayandiginda miimkiin olabilir. Bu
repertuar, bitincil bir toplumsal cinsiyet anlayigini gerektirir. Bu anlayistan yoksun 6gretmen
egitimcileri, toplumsal cinsiyet korii egilimlerle alandaki konumlarini korumaya ¢alismaktadir.

Sonug ve Tartisma

Bir kurumun cinsiyetlendirilmis yapisinin varliginin degismeden veya ¢ok az degiserek siirmesi o
kurumdaki faillerin pratiklerinden bagimsiz diistiniilemez (Tuncer, 2019). Ciinkii iliskisel diistinmek,
toplumsal uzamda makro ve mikronun i¢ ice ge¢mis bi¢cimde var oldugunu kabul etmeyi gerektirir.
iligkiler, makronun belirleyiciligi degil kusaticihigi baglaminda incelendiginde mikro diizeyde
failligin varligi, goriiniimii ve makroya yaniti daha kapsamli bi¢imde yorumlanabilir. Bu bakis
acisindan hareketle, eger akademinin cinsiyetlendirilmis yapisinin varligindan s6z ediliyorsa bunun
akademideki bireylerin kurum i¢i pratikleri dolayimiyla siirdiiriildigii sonucuna ulasiriz. Tuncer
(2019) akademik alanda kendini elestirel olarak konumlandiran akademisyenlerin bile giindelik
yasamda cinsiyetci pratiklerini siirdiirme olasiligina dikkat ¢gekmektedir. Tam bu noktada bireylerin
kendi pratiklerini siirekli ve bilingli olarak sorgulamanin gerekliligi ortaya ¢ikmaktadir. Cinsiyet
yukli diistiniimsellik akademisyenlerin kendi pratiklerini sorgulamalar1 ig¢in bagvurabilecekleri
gliclii bir arag olabilir.
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Bu aragtirma, toplumsal cinsiyet konularmin mevcut 6gretmen egitimi tartismalarinda on
plana ¢ikarilmas: gerektigini vurgulamaktadir. Temel politika belgelerinde toplumsal cinsiyetin
anaakimlastirilmasi yoluyla makro diizeyde yapilacak bir iyilestirmeye ¢esitli destek mekanizmalar:
eslik etmelidir. Bu, 6zellikle ‘konumlandirilmis diigiiniimselligin olusturulmasi meselesini’ (Adkins,
2004, s. 196) gbz oniinde bulundurdugumuzda ¢ok 6nemlidir. Ogretmen egitimcileri neden
stirekli olarak bilingsizce yapilan ve kaniksanan geyler tizerine diigiinme ihtiyaci hissetmeliler? Bu
aragtirma baglaminda 6gretmen egitimcilerinin alandaki toplumsal cinsiyet meselelerine iliskin
farkli farkindalik diizeylerine sahip olduklarini, ancak yine de eylemlerinde bdyle bir ihtiyag
hissetmediklerini gorebiliyoruz. Destek mekanizmalarindan biri, 6gretmen egitimcilerine alandaki
toplumsal cinsiyet konularini tartijma ve toplumsal cinsiyet alaninda kuramsal bir aragtirma
zemininin olusmasina katkida bulunacak sekilde isbirligi i¢inde arastirma yapma firsatlar1 sunan
gesitli platformlar olugturmak olabilir. Ayrica, toplumsal cinsiyetin 6gretmen egitimi programlarinin
kalic1 ve temel bir bilegeni olarak kabul edilmesi, toplumsal cinsiyetin ¢evreden merkeze tasinmasini
gelistirebilir ve 6gretmen egitimcilerinin fakiiltedeki giinliik deneyimlerinde kendilerini toplumsal
cinsiyet konusuyla iliskilendirmelerini tegvik edebilir. Bu tiir destek mekanizmalarinin yardimiyla
toplumsal cinsiyetin alandaki marjinal konumlaniginin kirilmasinin, toplumsal cinsiyete dayali

diigtintimselligi kavramsal bir araca doniistiirmede faydali olabilecegine inaniyoruz.

Introduction

The gendered nature of educational processes marks teachers as crucial players having an impact
through their practices, discourses, expectations, attitudes, and beliefs on how students understand
and construct gender (Younger & Warrington, 2008) and how prevailing gender regimes in schools
are responded (Cushman, 2012). This underlines the significance of acknowledging gender studies
as an essential component of teacher education policies and programmes. Gender issues in teacher
education, on the other hand, seem to receive less attention compared to gender issues in school
settings. Nearly 30 years ago, Coffey and Acker (1991) noted that gender occupied a marginal
position in teacher education in the UK. In the following two decades, researchers pointed out that
gender maintained having a low profile in teacher education in the UK (Coffey & Delamont, 2000;
Younger & Warrington, 2008; Skelton, 2009; Cushman, 2012). Similarly, Menzies and Santoro (2018)
mentioned the little impact gender has on teacher education at both policy and practice levels in
Scotland. Lahelma’s (2011) work concentrates on the situation in Finnish teacher education and
argues that the results of gender research in education have not been reflected in mainstream teacher
education. Gender does not seem to be at the forefront in the field of teacher education in Sweden
either although gender is a high-priority topic in the other domains of life in the country (Weiner,
2000; Malmgren & Weiner, 2001).

The positioning of gender issues in Turkish teacher education is no exception. The recently
adopted Teacher Strategy Paper 2017-23 has not incorporated gender as a matter of concern (Ministry
of National Education [MoNE], 2017a). The General Competencies for Teaching Profession of 2017
includes associating teaching processes with children’s individual differences and sociocultural
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background as a competency while it makes no direct reference to gender (MoNE, 2017b). The
MONE Strategic Plan 2019-23 aims to increase girls’ participation in secondary education and reduce
absenteeism and grade repetition but does not include gender issues in teacher education (MoNE,
2019). Thus, we see that gender issues in teacher education are either totally missing or dealt with
within the scope of such blanket terms as sociocultural background in relevant policies and strategies.

The invisibility of gender in teacher education policies leads to a lack of an integrated gender
dimension in the teacher education curricula. Esen (2013) notes that teacher education curricula do
not encompass any course dealing with gender in its own right, and gender issues are incorporated
into the syllabuses of other courses or dealt with within the scope of elective courses generally
attended by students who already have an interest in the topic. Teacher education curricula are
essential to develop the necessary understanding of and knowledge about gender in teachers so that
teachers can be prepared for challenging instead of confirming and maintaining gender stereotyping
and inequalities in schools (Skelton, 2007; Younger, 2007; Skelton, 2009).

What does this low profile given to gender in teacher education mean for teacher educators and
the field of teacher education? Weiner (2000) argues that the lack of feminist discourse in teacher
education deprives teacher educators of theoretical or praxis insights into feminism that they can
use to challenge existing gender regimes in the field. Besides, as Povey advocates, ‘initial teacher
education remains a site where it is possible to work with beginning teachers to resist dominant
discourses of gender, to retain a capacity to act and to sustain a vision of ourselves as agents of change’
(2000, p. 229). Thus, this research is an attempt to see whether gendered reflexivity could serve as an
intellectual instrument for deconstructing teacher educators’ intellectual configurations regarding
gender.

We base our work on Bourdieu’s reflexive sociology and his concepts of field and habitus to
perform an in-depth analysis of embedded structures and stereotypes about gender in teacher
education, which we believe can provide a sociological lens having a potential for broadening
dominant gender debates in the Turkish context. As Kenway and McLeod put it, ‘a central element
of Bourdieu’s work is his attempt to undermine the dualisms of objectivism and subjectivism,
structure and agent, determinism and phenomenology’ (2004, p. 528). Bourdieu advocates breaking
with discussions heavily based on opposing objectivist or subjectivist viewpoints shaping how we
understand the social world. What constitutes the social world is not interactions between agents
or intersubjective connections between individuals but relations (Bourdieu & Wacquant, 1992).
Examining these relations through field and habitus provides us with a holistic viewpoint in figuring
out how social reality is constructed.

Reflexivity can be seen as a continuous and conscious questioning of the circular causality between
positions and dispositions and between habitus and field (Bourdieu, 1988) and, thus, questioning of
resulting practices. It requires °..the systematic exploration of the unthought categories of thought
which delimit the thinkable and predetermine the thought' (Bourdieu & Wacquant, 1992, p. 40).
According to Bourdieu, ‘by developing reflexivity, [the sociology of sociology] can teach people
always to be aware that when they say or think something, they can be moved by causes as well as
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by reasons’ (Bourdieu & Wacquant 1992, pp. 181-82). Such awareness can be expected to impact
provided that it is achieved by all agents in the field (Bourdieu, 2004). Reflexivity as a collective
practice is regarded as more meaningful in this respect (Schirato & Webb, 2003). Developing a self-
reflexive practice on an individual basis is not sufficient, given that reproduction of certain structures
and dispositions can be impeded through transforming those embedded in the field as long as all
agents are equipped with a common collective consciousness.

What makes reflexivity appealing for our research is its potential for ensuring a viewpoint that
can provide valuable insights into deconstructing embedded structures and dispositions regarding
gender in the teacher education field. Bourdieu’s relational approach to understanding the social
world lets us break with a deterministic viewpoint concerning events and phenomena and helps us
free ourselves from our illusions about these events and phenomena. Gendered reflexivity, which
can be regarded as agents’ awareness of their own practices and discourses concerning gender and as
a continuous and conscious questioning of what mediates these practices and discourses, can serve
as a conceptual tool to deconstruct and transform teacher educators’ existing gendered intellectual
configurations. Reflexivity, which ‘can emerge therefore only from distanciation provoked by the
conflict and tension of social forces operating within and across specific fields’ (McNay, 1999, p.
110) offers a basis for seeing and elaborating on mechanisms operating in and out of agents” control
concerning gender issues in the field. Gendered reflexivity can serve teacher educators as a conceptual
tool enabling their scrutinizing and questioning unconscious processes which influence their
epistemological assumptions about gender. Besides, an analysis of the relation between subjective
dispositions of teacher educators and objective structures of the teacher education field can ensure
an alternative means of reflecting on mechanisms reproducing gender regimes in the field and how
these mechanisms can be transformed.

Methodology

We draw on the phenomenological approach (Schutz, 1967; Husserl, 1983; Merleau-Ponty,
2012) to investigate teacher educators’ gendered experiences in the field. We focus, through the
phenomenological lens, on the essences of teacher educators’ gendered experiences in the peculiar
settings of teacher education, which help us elaborate on their perception of their actions, such
as teaching or doing research as gendered practices, their awareness of gender stereotypes and
inequalities operating in the field and more importantly awareness of their gender stereotypes,
and their response to the prevailing gender regimes in teacher education. Moreover, we focus
on, as Merleau-Ponty emphasizes, ‘the interweaving differences between subjective experiences
and objective existence’ (Thorburn & Stolz, 2020, p. 99) since we draw on the understanding of
relevant features of context that can be related to gendered experiences of teacher educators to see
the essences of these experiences, and to reveal the implications of them for teacher educators’ self-
reflexive practices challenging their gendered configurations through the lens of Bourdieu’s reflexive
sociology and field theory.
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We conduct the research at a public university in Turkey with 21 teacher educators (10 females,
11 males). All teacher educators volunteered to participate in the research. As can be seen in Table 1
below, the participants are composed of 11 research assistants (6 males and 5 females), six assistant
professors (3 males and 3 females), and four associate professors (2 males and 2 females). Reflecting
our aspiration for a better understanding of long-established gender patterns in the faculty where we
conducted the research, we tried to reach teacher educators that have been faculty member for ten
years or above. We also made an effort to approach faculty members from various departments with
different interests of research in order not to limit our understanding of the context to specific areas
of research in the field.

Table 1.
Participants of the Study
Title Focus Groups Department
First Focus Educational Guidance and Computer Philosophical, Social
Group Administration Psychological Education and Social and Studies
(1 Female) Counselling Instructional Historical Education
(1 Male) Technology Foundations of (1 Male)
(1 Female) Education (1
Research
) Female, 1 Male)
Assistant : ; -
Second Focus Preschool Special Education ~ Measurement Lifelong
Group Education (1 Male) and Evaluation Learning
(2 Females) (1 Male) and Adult
Education
(1 Male)
First Focus ~ Primary Education ~ Guidanceand  Curriculum and
Group (1 Female, 1 Male)  Psychological Instruction
Counselling (1 Female)
1 Female, 1
Assistant (1 Female
i Male)
an
Associate Second Focus Educational Measurement Social Studies  Philosophical, Primary
Group Administration (1~ and Evaluation Education Social and Education
Professor A
Female) (1 Male) (1 Female) Historical (1 Male)

Foundations of
Education (1
Male)

We constructed data through focus group discussions. Considering the hierarchical nature of
the relations in the field, we decided to interview research assistants, and assistant and associate
professors in separate groups. For the same reason, we preferred not to include professors in the
research, which otherwise, we believe, would impede the openness of other participants. Thus, we
first held two focus group discussions with research assistants, followed by two more discussions
with assistant and associate professors.

We used MAXQDA, a computer-assisted qualitative data analysis software, to analyze our data.
We started data analysis with focus group discussions with research assistants, just as we did in
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data generation. In this way, we aimed to reveal the dominant gendered practices embedded in
the experiences of emerging teacher educators. In this analysis, we found that research assistants’
practices and discourses embedded in their experiences in the field converged around three main
axes: Discourses about appearance, roles and responsibilities within the faculty, and research practices.
We used these axes as the discussion themes of focus group discussions with assistant and associate
professors. After completing these discussions, we analyzed all focus group discussion transcripts
by uploading them to the MAXQDA program. The program facilitated storing and coding data,
comparing codes, and collaborative analysis.

We are positioned as an insider in this research, serving as teacher educators. Such positioning,
however, influenced the research process in various ways because two of us are female research
assistants while one is a male associate professor. For instance, being a female research assistant
seemed to impede access to the field at the outset. It was difficult for two of us as female research
assistants to approach assistant and associate professors, and they responded reluctantly to our
invitation to research. However, they changed their reaction when they were contacted one more
time by one of us being male associate professor. In another instance, the presence of a male associate
professor as the interviewer in the first focus group discussion with research assistants put a pressure
on them and affected their openness and expression. However, the research assistants interviewed
by the two female research assistants in the other focus group discussion expressed themselves more
easily and openly. These indicate the power relations dominant in the faculty. As Bourdieu advocates
‘one’s social past is particularly burdensome when it comes to doing social science-whatever that and
that identity may be, working class or bourgeois, male or female’ (2004, p. 109). Each stage of the
research process made the presence of our positions in the research visible to us. So, we kept reflexive
journals to constantly and consciously question the relationality between our subjective dispositions
and the objective structures in the field.

Results

Positioning of gender in the teacher education field

Gender does not seem to occupy a prestigious position at the policy level in the teacher education
field in Turkey. In a sense, gender is ‘commatized, as O’Brien (1984) puts it, in the policy papers,
which makes it hard to bring gender issues to teacher educators’ agenda. This leads gender to occupy
a marginal position in the field. One of the main obstacles to gender studies in Turkey is politically
charged cultural references. The idea that gender is a kind of Western invention and a threat to the
Turkish family is becoming increasingly widespread. We see that this understanding is reflected in
university systems in various forms. On the one hand, the fact that gender studies were first brought
directly to universities by middle-class women who knew the West and could read texts in other
languages has created a situation that gender as a political concept was not internalized by faculty
members of education who did not have similar social class characteristics in general. On the other
hand, people who predominantly produce knowledge at universities put the issues of gender on the
research agenda of universities without having them fully understood by other faculty members
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while creating several points of resistance. Gradually, gender has become a standardized demographic
variable with no apparent reference to its social construction side. Politically correct stories of gender
which do not go beyond parity discussions have been adopted by almost all mainstream researchers
in the field. Teacher education is not an exception to this intellectual atmosphere. It would be argued
that the field of teacher education has always been more vulnerable to political impositions and
discourses about gender as a Western invention.

There is a tendency among some of our interviewees and in the field, in general, to approach
gender only as a demographic variable, no more than one’s sex. We believe that this tendency is
the result of the abovementioned intellectual atmosphere regarding the concept of gender, which
prevents researchers from concentrating on gender in its own rights and serves to maintain its
marginal positioning of it in the field.

Well, I also think that gender can be a variable on its own from one point of view, but when it
is considered in the field of education our main dependent variable is the learning outcomes
of individuals. When we consider variables that can influence learning directly or indirectly,
gender is an independent variable. Gender is an independent variable in much research. I
have not come across any study yet that takes gender as a dependent variable in the field of
educational sciences. We can associate it with learning or learner attitudes. (Male Assistant
Professor 2)

Such an understanding of gender, as expressed by the male assistant professor above, lets us see that
gender is conceptualised based on its relationship with the elements perceived to be more relevant in
the education field. The most basic obsession of educational research is either student achievement
or learning outcomes. The effect of gender on these is usually defined at the independent variable
level. Such data seems to suffice for a politically correct research study. Many descriptive studies do
not wish to move the word beyond this point. Morley draws attention to ‘the unproblematic notions
of polarized gender identities’ in the literature on higher education (2013, p. 126). However, such a
conventional understanding and employment of gender has the potential to create the illusion that
gender is a matter of importance to everyone. On the other hand, many people who do not want to
look at the issue in terms of categories, such as women and men, may also feel compelled to look at
the differentiation in gender as they want to come to alignment with the dominant discourse. The
persons we interviewed showed other academics as the source of this obligation.

The conceptualization of gender as a variable that can be used in statistical analyses can be
attributed firstly to the impact of the positivist paradigm. Wyn (1997) points to the binary division
of knowledge into soft disciplines, such as drama, health, women’s studies and gender studies, and
hard disciplines, such as educational administration, educational psychology, and assessment. This
kind of categorisation has also a gendered attribute considering the tendency among female teacher
educators to engage in research on soft disciplines like women’s studies, and gender studies. Tuncer
(2019) draws attention to the existence of a similar situation in the Turkish academic field. The
number of male and female academics varies according to fields. For example, there are more female
academics in fields where “the professional skills of child education and care, that are seen as a public
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extension of domestic labour, are developed” (Sentiirk, 2015, p.12). Sentiirk (2015) states that this
situation “masks the problem of equality in representation” (p.12). Similarly, as to the title hierarchy, the
number of female academics is concentrated in lower-level titles. When the distribution of university
staff is analysed, it is stated that the proportion of female academics decreases at the upper levels of
the hierarchy (Sentiirk, 2015). This situation is an example of the segregation of labour according to
gender in the academic field. Secondly, the lack of the required epistemological background ends up
with the use of gender at the variable level in educational research. Although the number of gender
research especially concerning gender issues in schools has increased in recent years, one teacher
educator in focus group discussions pointed to the scarcity of research having a sound theoretical
framework and based on a holistic and in-depth understanding of gender. According to this teacher
educator, because gender has become a popular research topic, it is understandable that many
researchers in the field do research into gender:

... I think the academics are not that knowledgeable about this topic. I mean academics do
not have the background knowledge about feminist movements. But they may need to do
research into gender because it is a trendy topic. ... So, it is related to the popularity of the
topic. I believe my colleagues research gender without knowing how to do it because they
do not know the topic and they are in an outsider position, so they do it superficially and
just with an aspiration for adding what is trendy into their research profile. (Male Associate
Professor 1)

Some teacher educators participating in our research believe that such mainstreaming of
gender studies because of its popularity as a research topic has a positive effect in a way that it can
carry gender to the centre of relevant discussions. The others, on the other hand, approach this
suspiciously, thinking that it is nothing more than a superficial way of handling the issue, and it also
creates a dangerous illusion that gender has been researched sufficiently, considering the volume of
gender research in the literature. Some teacher educators also stated that one of the negative results
is the emergence of gender orthodoxy in the field. This inevitably maintains the marginalisation of
the topic through associating it with certain groups following research traditions or ideologies. In the
second focus group discussion, a female assistant professor mentioned the hierarchical structure of

academia and how it determines entry into the area of gender studies:

Should gender be a specific field of research on its own? I think it should definitely be...
but considering the hierarchical structure of academia in Turkey, a group can dominate a
research topic, and we can come up with a superficial understanding that only this group
can do research on the gender. The existing conditions in the field lead researchers in that
direction. Researchers do not want to intervene in others” areas of research. We have this
problem in the field, but of course, it is ideal to see gender as a research area on its own
and open to any researcher. I believe it should not be regarded only as a variable anymore.

(Female Assistant Professor 3)
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Interestingly, the position of gender in the field of teacher education is two folds, albeit contradicting
each other at the level of discourse and practice. This is because there is a group of academics who do
not want to use ‘gender’ as a specific category or an issue to look at but are compelled to do so, and
there is another group of academics who want to study gender but are not allowed to enter the field
of discussion because of power relations. In other words, it seems that doing research into gender or
having gender sensitivity in research practices in the field of teacher education is highly important
as long as one stays in the realm of gender as a categorical variable. If one wants to move forward
and takes gender as an issue itself, not a category, then one needs to comply with the power relations
embedded into the system. This last argument deems more research because, just like many other
concepts or notions, gender is now an industry within academia.

Teacher educators’ resistance fo gender

The marginalized positioning of gender in teacher education is mirrored in teacher educators’
actions and discourses within the faculty settings via the practice of resistance to gender. Teacher
educators’ remarks in the focus group discussions indicate that teacher educators follow a pattern of
resistance to gender by employing various legitimization mechanisms. This behaviour of distancing
oneself from gender issues, in one way or another, marks the fit between the periphery status of
gender in the field and how it is reflected in the habitus of teacher educators.

Weiner points to ‘a general absence of feminist or gender discourse within teacher education’
(2000, p. 244). A similar pattern emerging from our analysis of focus group discussions demonstrates
that teacher educators tend to avoid placing gender in a central position in their research practices.
The following exchange of remarks between research assistants in the first focus group discussion
about the incorporation of doing research on gender as one of the criteria for being promoted to an
assistant professorship position is a clear expression of the pressure research assistants feel to publish:

Male Research Assistant 3: As far as I know, researching gender is listed among the optional
work we can do to be appointed as an assistant professor. This means we can research gender

to meet this criterion even if were not interested in this topic.
Female Research Assistant 2: Oh?

Male Research Assistant 3: When I saw it, I thought this would be an asset for me because
I work on gender anyway. And somebody who doesn’t work on it can think, ‘Oh, there is
this criterion, and it’s easy to meet... I can present a paper on gender and meet the criterion
easily’

Female Research Assistant 2: So, do we have to work on gender to become an assistant
professor?

In Turkish academia, neoliberal policies are reflected in academic promotion criteria resulting
in a competitive atmosphere relying on the publish-or-perish culture. One of the mechanisms
underlying this culture is academic capitalism (O’Hagan et al., 2019). Academic capitalism poses
pressure on especially emerging teacher educators seeking permanent positions at universities. The
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abovementioned criteria for publishing gender studies cause indirectly resistance to gender in the
first place and the production of superficial and categorised handling of gender in the second place.
Malmgren and Weiner (2001) mention the existence of such a resistance to gender, or as they put
it, “fear of feminisn’ in the field of teacher education, not just in one country context but generally.
According to them, this fear may result from interpreting feminism or gender as ‘too political, too
middle-class (as in Sweden), too theoretical or too risky to an overworked and low-status profession’
(p. 240). Similarly, Hollingsworth (1995) argues that gender has emerged as a taboo in teacher
education because it is perceived as too emotional, controversial, or sensitive. The focus group
discussions indicate that most teacher educators in Turkey also interpret feminism or gender as too
critical or too political and tend to attach it to a specific ideology. In the Turkish context, feminism
is seen as the manifestation of the left wing believed to lead the feminist movement in the country.
In this respect, some teacher educators, as expressed in the discussions, identify gender with their
ideologies and confine it to a space the borders of which are defined by these teacher educators.
Teacher educators who are not aligned with and do not want to be associated with certain ideologies
resist, distance themselves from the topic, and refuse to accept gender as a crucial component of
discourses in teacher education. This can be interpreted as they are concerned about being placed
in a marginalized position in academia due to their choice of research topic (Tuncer, 2019). This
practice of resistance or distancing can also be an action against being aligned or associated with the
identifying themselves with gender and specific ideologies and renowned for their gender studies
in the field. Such an embodiment of gender understanding is believed to perpetuate the existing
orthodoxy in the field. So teacher educators who want to dissociate themselves from a space of
action that is delimited by a group of academics with certain ideological positions are automatically
excluded from gender discourse, as one of the male research assistants expressed in the first focus
group discussion:

I suppose this has become an ideological point of view. I mean it can lead to a differentiation
between those who are sensitive and insensitive to gender. It is like if you do not mention it,
you are insensitive, or ‘T am sensitive to it, and I want to say it publicly!’.. I do not think it’s

necessary to show one’s ideological views in that way. (Male Research Assistant 1)

One point that needs to be made here is that feminism or gender cannot be considered regardless
of cultural context. Weiner (2000) notes that feminism is associated with left-wing or politically
progressive ideas in European countries, while there are also feminist movements having their own
spaces. In Turkey, nevertheless, it is hard to talk about a connection between feminism or gender
and an ideology based on a historical or theoretical basis, although some teacher educators tend
to associate gender with specific ideologies. So, this association is nothing more than an illusion
resulting from the existing orthodoxy in the field.

Teacher educators try to stay outside the borders of this synthetic space of gender by using
different legitimization mechanisms. The analysis of the focus group discussion with research
assistants and assistant/ associate professors has revealed two patterns of legitimization. Research
assistants as emerging researchers and teacher educators in the field feel themselves under pressure
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in terms of working on gender and justify themselves by lacking the background knowledge that is
required to do research on gender or to integrate gender as a crucial component into the courses
they teach. Assistant/ associate professors, on the other hand, having a more powerful position in
the field, do not lean on a lack of knowledge which would conflict with their position vis-a-vis other
faculty members, but a lack of need for focusing on gender in their research and lectures because
they work on a specific area of research which is not directly related to gender.

I do not include gender as a specific title in my courses because I am not knowledgeable
about this topic. I am aware of gender inequalities, but I have never felt competent enough

to handle this topic in my courses systematically. (Female Research Assistant 3)

I talk about quantitative studies, large-scale international studies, OECD, TIMSS... These
are what I am talking about. Within the context of what you have mentioned, it is not my

area of research. (Male Associate Professor 2)

Research assistants utilize their lack of knowledge about gender issues in the field or, in general,
as a way of legitimization and thus resort to a pedagogical justification. However, assistant/ associate
professors base their justification on political grounds by identifying gender as a specific area of
research in which they do not claim an interest. This differentiation in how teacher educators
legitimize can be interpreted as a result of agents” appraisal to sustain their positions vis-a-vis other
agents in the field. These mechanisms can be regarded as strategies employed by agents shaped by
and embedded in the field.

A doxic understanding of roles and responsibilities

While Acker (2012) points to the gendered structures and cultures of universities, O’Hagan et
al. (2019) stress the fact that universities as gendered organisations are dominated by senior male
academics in a manner that reflects masculine domination in society. This structure and culture
are evident in faculties of education as ‘being the symbolic female of the university’ (Acker &
Dillabough, 2007, p. 312). We can say that there is a doxic understanding that determines the roles and
responsibilities of teacher educators, functions as a basis for generating and maintaining gendered
academic work, and results in stereotypical gendered roles and unquestioned forms of practice in the
field. We observe the symbolic domination as social processes perpetuating the masculine culture in
the faculty by determining and normalising the necessities of being a woman in academia. To gain
recognition as a female teacher educator in the field, some necessities are depicted within the frame
of domestic and maternal imagery.

Conversations come to a level at one point that women should be married, happy, and with
children so that they can internalize the desired academic personality. Actually, there is
a perception like this. I am exposed to this whether the person I communicate with is a
woman or a man. It is as if this is how it should be or something so normal. I ask myself:
Should women also think like that while experiencing it all? ... If you are not married,

happy, and with children, you are not normal. And if you are a woman and especially at an
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advanced age, all the problems you experience are related to this position of yours. (Female
Research Assistant 2)

As this exemplary situation to which a female teacher educator was exposed show, Tuncer (2019)
states that the gendered structure of academia in Turkey supports the production and dissemination
of symbols of approved forms of femininity and masculinity in the academic field as in all institutions
in society. Poyraz (2013) concluded in his research that many female academics are single or married
but have no children because the heavy working conditions in academia disrupt the domestic duties
they are held responsible for. As domestic duties are seen as women’s responsibility in society, female
academics are expected not to disrupt their domestic responsibilities while maintaining their careers
(Tuncer, 2019). While the negative impact on women’s professional careers is normalized through the
domestic responsibilities imposed on women, being a female academic who is not married or does
not have children, as experienced by the female research assistant, is perhaps interpreted as a threat
to the existence and maintenance of the masculine culture of academia. As Acker and Dillabough
(2007) remark, we can understand that female teacher educators embody the male domination and
symbolic inheritance of female subordination both in labour and academic culture and what is more
some of them resist to this actuality. The inherited cultural form of symbolic domination creates
gendered distinctions in work life (Acker, 2010). The roles like caregiver, helper, and teacher linked
with domestic, emotional, and democratic attributes are ascribed to women (Acker & Dillabough,
2007; Acker, 2012). O’Hagan et al. (2019) criticise the stereotypical perception that men = scientists
and women are more suitable for teaching because of the maternal and caring positions attached to
them. Wyn’s work (1997) highlights the striking finding that women play a central role in faculties of
education having heavy teaching and administrative loads while at the same time being marginalized
in terms of the hierarchical structure in faculties. The doxic understanding which makes actual these
roles commonly held assumptions, demarks the lines concerning which position agents will occupy
in which conditions. So, the roles and responsibilities ascribed to individuals are perceived as a
requirement of natural order and are carried out without question. There are clear lines defining
areas indicating the roles and responsibilities of women and men in the faculty. When we question
their experiences of being a woman or a man in faculty, the moments they feel like this, they preferred
to give examples about the tasks given to them.

The first thing that comes to my mind is that most of the time women are assigned to
work in scientific events such as symposiums, workshops, and congresses organised by the
university or faculty. We can't say this is the case because the female population is higher. For
example, men are less preferred for presenting gifts or flowers to guests or speakers. (Male
Assistant Professor 3)

We can see the work distribution in the faculty through the male teacher educator’s account.
How relations and practices in the academic field support the production of gendered characteristics
can be examined through the type of tasks assigned within the institution, which tasks are assigned
to whom, and how these tasks are performed (Tuncer, 2019). It is obvious that ‘woman as adjunct
labour...a form of inclusion in the academy, which exemplifies Bourdieu’s understanding of symbolic
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domination’ (Acker & Dillabough, 2007, p. 303). According to Bourdieu, doxa is ‘the point of view
of the dominant, which presents and imposes itself as a universal point of view - the point of view
of those who dominate by dominating the state’ (1988, p. 57). It, therefore, operates as a crucial
mechanism in the field-habitus relation by mediating fields and determining limits. Doxa is a set of
pre-reflexive and taken-for-granted thoughts, beliefs, assumptions, and perceptions acknowledged
to be acceptable in a field and shaping practices and attitudes in the habitus (Deer, 2008). On this
background, it can be seen as a set of deep-seated perceptions which serves reproduction and at the
same time impede reflexivity and the process of deconstruction.

Gender blind dispositions

Leonard describes academia as a site actively constituting gender rather than solely reflecting
pre-given gender identities. Thus, agents in academia ‘construct and reconstruct themselves as
gendered subjects by engaging in masculine and feminine ways of thinking and talking and sexual
and other social interactions’ (2001, p. 7). This marks the powerful effect of academia on the
generation and maintenance of a deep-seated doxic understanding leading to gender blindness in
teacher educators. So, gender becomes invisible in the field and impedes the emergence of a driving
force for bringing gender to teacher educators’ agenda. That the emphasis on neutrality, especially in
academia, creates an illusion that relations are neutral by covering up the processes that disadvantage
women (Tuncer, 2019, p.177) is one of the mechanisms preventing the visibility of gender in the
field. The fear of feminism discussed above prevents teacher educators from challenging their gender
perspectives and sustains the doxic understanding in the field. So, teacher educators can embody
their awareness of gender issues through a limited discourse of, for instance, who do research on
gender in which circumstances. On the contrary, gender awareness can only be possible when based
on an epistemological background and a deep theoretical and discursive repertoire. This repertoire
requires a holistic understanding of gender. Teacher educators lacking this understanding draw on
a restricted repertoire with an ambition to preserve their positions in the field and gender-blind
dispositions discussed below.

Acker and Dillabough note that ‘education holds a place as the symbolic female’ of the university
... dominated by men’ (2007, p. 312). Such feminisation of the field accompanied by a high proportion
of women causes gender issues in the field to be disregarded and become invisible. Hollingsworth
(1995) also states that the high number of women in teacher education leads to the emergence of a
thought that gender is not an issue, on the one hand, and is seen as a source of depreciation on the
other. In our context, the reaction of a female associate professor to the expression of disadvantaged
situations faced in the faculty because of being a woman by another female faculty member signals
how the high number of women in the field may result in a taken-for-granted view that gender is not
regarded as an issue:

Female Assistant Professor 2: I can feel it in meetings. We can be interrupted more easily.
Men talk more than us. And our opinions are less valued. I always feel that in department

meetings, faculty meetings...
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Female Associate Professor 1: I don't feel that way because there are few men in our

department, but I have never felt that way in the department or the faculty.

Male Associate Professor 1: I can notice that I am not interrupted because I am male.

This extract from the focus group discussion indicates that masculine hegemony remains to
prevail in the field, and it is not possible to assume that it is easier to guarantee gender equality when
women outnumber men in the field. However, this situation does not mean that women use this
domination as an effective deconstruction mechanism. What is noteworthy here is not the number
of women but which positions women have in the field (Coffey & Acker, 1991). For instance, Wyn
(1997) underlines the situation in faculties of education having women outnumber junior and non-
continuing while men in senior and continuing positions. Thus, the majority of women in faculties
of education have a risk of cementing the gender-blind point of view. As is expressed in the following
extract, female faculty members have the potential to normalize, confirm and maintain masculine
culture:

Female Associate Professor 1: When I first heard about the gender certification programme
it sounded so weird to me. I asked myself why we would need this certificate. So what? I

don’t know what it stands for.
Female Assistant Professor 2: For awareness-raising.
Female Associate Professor 1: ... Most of the participants are women. So, it is not meaningful.

Female Assistant Professor 2: But women aren’t aware of inequalities either.

This can be interpreted as a reflection of the androcentric vision that ‘imposes itself as neutral
and has no need to spell itself out in discourses aimed at legitimating it’ (Bourdieu, 2001, p. 9). The
androcentric vision operates in such a powerful and invisible way that it blocks out thinking out of
the normalized schemes of perceptions.

Furthermore, this point of view can be accompanied by a gender-neutral stance (Coffey & Acker,
1991; Lahelma, 2011), making it even harder to raise awareness among teacher educators as the
following remarks of the female research assistant working on preschool education expressed:

Male prospective teachers ask, ‘Should we help children put on their clothes after they go to
the toilet? What would be the reaction of parents in that case?” And I keep telling them that
they are genderless in the classroom. I say, “You have no gender in the classroom’ (Female
Research Assistant 4)

The gender-neutral stance can make gender issues invisible and have discriminatory results
(Coffey & Acker, 1991). It is significant, therefore, to internalise reflexive practice as a conscious
action rather than to take a neutral stance vis-a-vis gender inequalities. In our research, it can be seen
that most of the teacher educators perceive the field as being freed from gender issues.
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Discussion, conclusion and suggestions

The persistence of the gendered structure of an institution with little or no change cannot be
considered independent of the practices of the agents in that institution (Tuncer, 2019) because
relational thinking requires recognizing that macro and micro intertwine in social space. When
relations are examined within the context of the encompassing, rather than the determining nature
of the macro, the existence and appearance of micro-level agency and its response to the macro
can be interpreted more comprehensively. From this perspective, if we talk about the existence of
the gendered structure of the academy, we can conclude that this is sustained through the internal
practices of individuals in academy. Tuncer (2019) draws attention to the fact that even academics
who position themselves critically in the academic field are likely to maintain their sexist practices
in everyday life. At this point, the necessity of constantly and consciously questioning one’s practices
emerges. Gendered reflexivity can be a powerful tool for academics to question their practices.

We analysed teacher educators’ lived experiences in the field through this lens, and we can see
how the gender patterns prevailing in the field are reflected in teacher educators’ lived experiences,
and there is a fit between habitus and field in this respect. What underlies this, we believe, is
mainly teacher educators’ practice of dissociating themselves from gender issues and resisting what
is relevant to them. They tend to legitimize their cautious approach to gender by using various
resistance mechanisms. More strikingly, teacher educators keep their distance when it comes to
talking or writing about gender but still try to show their awareness of this topic. This effort can be
attributed to their aspiration to be politically correct, and it is still hard to say that teacher educators
have a deep and holistic understanding of gender issues, which eventually gives rise to a gender-blind
point of view in their actions. Hence teacher educators tend to use this limited repertoire on gender
issues to survive in the field by avoiding any relevant criticisms and labelling they would face based
on such a lack of knowledge and sensitivity.

What does the mentioned fit between objective structures in the field and subjective dispositions
of teacher educators mean for our research? Bourdieu’s reflexivity can only be possible in case of a
tension between field and habitus. Teacher educators can be urged on by this lack of fit to reflect
on the unconscious categories and become aware of and challenge their taken-for-granted actions
(McNay, 1999; Adkins, 2004). One of the rationales of our research is this potential of reflexivity as
a means of gendered awakening for impeding the reproduction of gender inequalities in the field.
The lack of tension between habitus and field required for a gendered self-reflexive practice makes
us elaborate on what informs and influences this situation in the first place.

It is in our context obvious that enabling a gendered self-reflexive process is not easy. But we still
believe by drawing on Bourdieu’s work and by keeping in mind the advantages it can bring along
that it is not undoable although it is hard, and we are aware of potential contributions it can make
to the field and relevant research base. A crucial work to this end is identifying and elaborating
on the mechanisms marginalising gender in the field. This, of course, should be supported with
more attention given to gender at the teacher education policy level. Such a policy gap with the busy
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agenda of teacher educators occupied with trend topics of the day like standardisation, accreditation,
etc. does not make it any easier to deal with gender issues placed under a taboo in teacher education.

An improvement on the macro level via mainstreaming gender in key policy papers should
be accompanied by various support mechanisms. This is especially crucial when we consider ‘the
issue of the constitution of situated reflexivity’ (Adkins, 2004, p. 196). Why would teacher educators
feel the need for reflecting on what is unconscious and taken for granted continuously? Within the
context of this research teacher educators have different levels of awareness concerning gender issues
in the field, but still, we can see that they feel no such need in their actions. One of the support
mechanisms can be establishing various platforms providing teacher educators with opportunities
to discuss gender issues in the field and do research in collaboration in a way to contribute to the
emergence of a theoretical research basis in gender. Besides, acknowledging gender as a permanent
and basic component of teacher education curricula can improve the moving of gender from the
periphery to centre and can encourage teacher educators to associate themselves with the topic of
gender in their daily experiences in the faculty. Breaking with the marginal positioning of gender in
the field through the help of such support mechanisms can be useful, we believe, in turning gendered
reflexivity into a conceptual instrument.
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